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The role of background knowledge in reading comprehension has been 
formalized as “schema theory,” that is, any text is meaningful in so far as the 
background knowledge of the reader matches the information that the text brings. 
Research has demonstrated that the background knowledge that the reader brings to 
the comprehension process is often culture specific. Consequently, much of the 
empirical research focused on providing learners with the knowledge of the target 
culture based on the view that a language is learned in its own sociocultural milieu. 
Also, it has been demonstrated that the students’ comprehension is higher when 
reading texts about native culture.
This quasi-experimental study intended to investigate whether native culture- 
based texts contribute to reading comprehension skills of Turkish high school 
students. Consequently, a two-week experimental-control group treatment of English 
renderings of Nasreddin Hoca stories and of target culture based texts was conducted.
The hypothesis was that students who were exposed to native culture-based texts 
would improve significantly in comprehension as opposed to the students who were 
taught target culture-based texts.
Seventy-one intermediate level high school students participated in the study; 
thirty-five in the experimental group and thirty-six in the control group. Both groups 
were tested prior to, and after the treatment. The pretest and the posttest contained 
the three passages with the same number of objective multiple choice questions (22). 
A Likert-type scale questionnaire which investigated their interest towards the use of 
native folk stories in teaching reading was administered to the students in the 
experimental group.
The statistical analysis was carried out by the application of two t-tests: a t- 
test for independent samples, and another t-test for paired samples. Results indicated 
that the difference between the means of the pretest and the posttest of the 
experimental group was statistically significant at the traditional probability level .05, 
which meant that the treatment of native folk stories contributed to the reading 
comprehension skills. Hence, it can be argued that native culture-based materials 
could be utilized to improve Turkish learners’ reading comprehension skills in the 
teaching of English as a foreign language.
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CHAPTER 1 INTRODUCTION
Why learners fail to understand a text has been a matter of question that many 
researchers and educators have focused on for the last hundred years. What could be 
the reasons lying behind this failure? What made people emphasize “the knowledge- 
of-the-world” and what did they mean by the words “question of how people know 
what is going on in a text is a special case of the question of how people know what 
is going on in the world at all?” (cited in Brown and Yule, 1983, p. 244).
To date, reading has been considered the most important of all the four skills 
(listening, speaking, reading, and writing) in the field of English Language Teaching 
(ELT) as a second or foreign language (Grabe, 1991; Grellet, 1981) and the 
researchers have focused on different aspects of the reading process. Gough (1972), 
for example, represented reading as a process of deciphering the meaning brought to 
the text by the writer in a passive manner (cited in Coady, 1979). Having beliefs 
contrary to Gough’s, Smith (1971) approached the issue from a psycholinguistic 
perspective and saw reading as an interaction between language and thought, which 
requires less reliance on visual information (cited in Samuels & Kamil, 1988). 
Goodman ( 1967) has depicted reading as a “psycholinguistic guessing game” by 
which the readers/learners approach a text with expectations based on their 
knowledge of the language and of the subject in addition to their past experience 
(cited in Coady, 1979). According to Coady (1979) reading requires the interaction of 
three factors: conceptual abilities (basic intellectual ability), process strategies 
(familiarity with the phonology, graphemes, and lexicon of a language), and 
background knowledge (knowledge of the world), which means more than merely 
extracting the information from the text. Current approach to reading holds the view
that reading is an interactive process, a successful cooperation of higher level and 
lower level conceptual abilities (Carrell, 1988).
With the influence of the two proponents of reading research, Goodman and 
Smith, more attention has been paid to the role of past experiences, namely 
background knowledge that the reader brings to the text than that of morpheme- 
grapheme relationship (Samuels & Kamil, 1988; Parry, 1996). It has been 
hypothesized that readers are not successful in comprehending a text because of the 
fact that they bring different systems of background knowledge to the comprehension 
process (Steffensen & Joag_Dev, 1984; Carrell, 1988).
Carrell (1983) distinguishes between two kinds of background knowledge: 
background knowledge of the rhetorical organization of a text, and background 
knowledge of the content area of a text. Various studies indicate that the information 
that a text presents interacts with the reader’s background knowledge and the 
background knowledge that the learner brings to a text is often culture specific.
Recent research has been for loading textbooks with themes referring to target 
culture depending on the belief that providing learners with such a background might 
develop understanding of the target language. The following words might be useful 
with regard to giving an idea how one of the proponents of background knowledge, 
Coady (1979) perceived the issue:
Background knowledge becomes an important variable when we notice, as 
many have, that students with a Western background of some kind learn 
English faster, on the average, than those without such a background ( p. 7).
However, there are still people sharing just the opposite idea that foreign 
language learners will comprehend a text belonging to their culture better than those
to the target culture. Under the influence of this thought, some researchers devoted a 
great deal of effort to find evidence of how people perceive and interpret native and 
target culture content materials (Carrell, 1983; Carrell and Eisterhold, 1983, 
Steffensen & Joag-Dev, 1980, Johnson, 1981).
The effect of literature, particularly of short stories, on the reading 
comprehension skills of EFL and ESL learners caimot be ignored since literature has 
been accepted as a highly effective means of teaching a foreign language in the 
world. Using literature for personal development and growth has also been said to 
encourage greater sensitivity and self-awareness, and greater understanding of the 
world in language teaching. Making a distinction between the study of literature and 
the use of literature as a resource. Carter and Long (1991) suggest that literature in 
varying forms ( poems, short stories, folk stories, novels ) can be used as a resource, 
which allow the teacher to use a great deal of invaluable exercises of language. 
Besides supplying exercises, there are psychological reasons. First, it provides 
learners a genuine context and a focal point in their own efforts to communicate and, 
secondly, it motivates them (Hill, 1986; Carter & Long, 1991).
It is this study’s target to obtain evidence of the effects of the native culture- 
based materials on the reading comprehension skills of Turkish high school students 
activated through English renderings of Nasreddin Hoca folk stories.
Background of the study
Among many kinds of texts, folk stories can be seen as materials that are rich 
in that they provide learners a discourse context which enable them to analyze and 
comprehend the language, thus actively contribute to the meaning of the message. If 
the students are learning a foreign language, they are likely to read a story belonging
to their own culture more closely, particularly in-so-far-as it relates to their own lives. 
Otherwise, the reading becomes a less meaningful process (Carter & Long, 1991). 
Take the following story of Nasreddin Hoca to exemplify this:
The Hoca borrowed a cauldron from his neighbor. After using it, he put 
a saucepan in it and took it back to his neighbor. When the neighbor saw the 
saucepan, he asked: “What’s this?” The Hoca said: “The cauldron must have 
been pregnant. It gave birth to this saucepan.” “Fine,” said the man and took 
back the cauldron together with the saucepan.
The Hoca again borrowed the cauldron after a while. But this time he 
did not return it. A rather long time passed and the neighbor came to the Hoca’s 
house and demanded the cauldron. The Hoca spoke sadly: “Oh, my neighbor, 
may God grant you long life, the cauldron passed away.” The neighbor said:
“ Come on. Hoca, how can a cauldron die?” The Hoca said: “My dear 
neighbor, you believed that it gave birth, why can’t you believe that it died?”
( Karabaş & Bear, 1996, p. 53 )
Aren’t there still people who do not ask the “whys” of life? Why do some 
people accept something to be true although it is impossible to believe in? Along 
with what Carter and Long suggest (1991), any literary text can easily be applied to 
one’s knowledge of the world by asking questions that will allow them make 
inferences, and interpretations, consequently relate what they have learned to the real 
life.
Nasreddin Hoca is one of the most eminent personalities of the Turkish folk 
narrative; a wise humorist who makes people think while making them laugh. His 
stories address learners at every level since his words and deeds arise from the
everyday life of the people and make them laugh. In terms of dealing with the life 
from many aspects in a witty and humorous manner, The Nasreddin Hoca stories can 
easily be considered as authentic materials and may be highly useful with respect to 
meeting the authentic text need of language learners that the current communicative 
teaching method advises.
In my classes, whether at high school or university, whenever I told a story of 
“Nasreddin Hoca,” I noticed that the story aroused the interest of my students, and 
motivated them to participate. What I have experienced so far in my classes led me to 
contemplate what the role of native-origin folk stories could have in the teaching of 
English. I chose particularly high school students to conduct this study because, in 
Turkey there are not enough studies directly related to the use of native culture-based 
materials in foreign language teaching in high schools, and we need to confirm 
whether any new approach could contribute to current classroom situation in Turkey 
or not.
Previous research results mentioned so far seem to agree with the researcher’s 
premise; that is, that the use of native culture folk stories could be a facilitating factor 
to build a bridge between learners’ conceptual abilities and their background 
knowledge. In other words, learners’ own culture-based materials, for example, folk 
stories, could activate the necessary content schema, as a result of which the reader 
fully understands the text (Carrell and Eisterhold, 1983). The classroom experiences 
of foreign language teachers have also demonstrated that students read passages with 
native themes more rapidly than those with non-native themes, and that a greater 
amount of information is recalled (Steffenson, Joag-Dev, & Anderson, 1974), and
this may be the indicative of the fact that they are reading fast since they are getting 
pleasure of reading native texts.
I selected high school students as the subjects of my study since 1 believe that 
ELT instruction at high schools in Turkey should be given utmost importance since it 
constitutes a base for the instruction of English given at universities.
Statement of the problem
Learning a foreign language can become a nightmare for some Turkish 
students. The feeling of being unsuccessful may cause them to be unwilling to learn 
English. To overcome this fear of failure, they need to be motivated. One of the ways 
espoused by educators is to motivate by lowering the students’ anxiety level, which is 
a barrier to learning. One way to lower anxiety is to add the element of fun to lessons. 
Folk stories have great potential to serve this purpose (Rivers, 1987). Consistent with 
what have been mentioned so far, the Nasreddin Hoca folk stories are short, 
humorous, and easy to follow, in addition to reflecting the society as every folk story 
does. Aside from bringing in a humor element, they are “real life” itself Most 
important of all, the features that the Nasreddin Hoca stories cover are universal as 
well ( Barnham, 1923; Kelsey, 1943; Downing, 1964; Muallimoglu, 1986; Halman, 
1988).
There are few studies done to assess the role of native culture-based materials 
on the reading comprehension skills of either high school students or university 
students, and these are not enough to make assumptions about the role of cultural 
content on the reading comprehension skills of Turkish students learning English as a 
foreign language (See Chapter 2). Therefore, more studies need to be conducted to
ascertain the effects of the native culture background on reading comprehension in 
the teaching of English in Turkey.
Purpose of the study
The purpose of this study is to investigate whether native culture-based 
materials, namely Turkish folk stories, contribute to the reading comprehension skills 
of Turkish high school students learning English as a foreign language.
The study will also attempt to measure whether the subjects in the
experimental group are motivated to read more texts belonging to their own culture
and take part in active learning as a result of their exposure to English renderings of
Turkish folk stories.♦
Significance of the study
One of the controversial issues in language teaching concerns the role of the 
background knowledge of the learners’ own culture on their reading comprehension. 
In Turkey, there are not many studies related to the role of native culture content 
materials on reading comprehension skills in a foreign language. This renders the 
present study significant since it strives to provide information about Turkish 
students’ use of background knowledge and their own cultural content knowledge 
(content schema) to interpret Turkish folk stories rendered in English.
This study is also important since it will try to provide evidence for the 1929 
directive by Atatürk (the founder of Turkish Republic) for foreign language 
education, that is, that foreign languages should be taught within the context of 
Turkish culture (cited in Bear, 1987). The results obtained from this study may be 
useful with respect to adding understanding to the current situation of ELT
instruction in Turkey and the results may lead educators to reconsider the role of 
native culture-based teaching materials.
Research Questions
This study will strive to answer the following questions:
1- Is there a significant difference between the experimental and control groups exposed 
to native culture-based materials and normative culture-based materials in EFL 
reading comprehension?
2- Do native culture-based materials motivate students to read more?
Definition of Key Terms
Reading Comprehension: In this study, reading comprehension refers to the 
ability to make inferences and interpretations, find the main idea or the moral, skim and 
scan.
Background Knowledge: the previously acquired knowledge which the reader 
makes use of in interpreting a piece of written language.
Content Schema: background knowledge of the content area of a text.
Formal Schema: background knowledge of formal rhetorical structures of 
different types of texts.
CHAPTER 2 LITERATURE REVIEW
Introduction
This study investigates the effects of native culture-based folk stories, the 
Nasreddin Hoca stories, on the reading comprehension skills of Turkish high school 
students learning English as a foreign language and their motivational potential that 
may lead students to develop interest towards reading more native culture-based texts 
in English classes.
In this chapter, the related literature will be reviewed in five sections. The 
first section will be a brief overview of the reading models developed since the 
1960s. In this section, my focus is on three main processes in reading research: the 
bottom-up process, top-down process and interactive process. The second section 
will discuss the reader, text (excluding the writer), and culture with regard to their 
role in the reading process. The next section will give a brief historical background of 
the schema theory and the role of background knowledge in reading comprehension. 
The fourth section will address the role of culture and cultural elements in teaching a 
foreign language with reference to reading comprehension. Finally, the last section 
will present the importance of affective factors and motivation in relation to native 
culture based materials.
A Historical Overview of the Models of Reading 
With the influence of cognitive psychology, models of human information 
processing (reading process) have changed a lot. The models of the 1970s were linear 
information processing models. Since then, interactive models of information have 
come to the stage.
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Bottom-up Processing
Those who accepted reading as a passive process on the part of the reader 
explain this to be a bottom-up processing, a linear process of decoding of structures 
in a text from the smallest to the largest units. In this .view, the reader first identifies 
each letter in a text. This enables the reader to identify the words to form sentences, 
sentences to form paragraphs, and paragraphs to form complete texts. 
Comprehension is at the other end of this process of deciphering ( Nunan, 1993 ).
This model of reading reveals the effects of behaviorism. Behaviorists 
attempted to explain reading by referring to what could be objectively observed, 
described, and measured, such as the relation between what is written on the printed 
page and word-recognition responses. Under the influence of behaviorist thought, 
most of the research focused on stimuli-response association. Gough (1972) 
described reading as the processing of each and every letter (cited in Coady, 1979).
Changes in theoretical approaches to second language (L2) learning have been 
widely influential on the models of reading. After the 1960s the behavioral learning 
theories were replaced by cognitive learning theories. Researchers began to deal with 
human memory and attention and tried to explain how these processes influence 
reading. (Samuels and Kamil, 1984).
Top-down Processing
In language learning, attention has shifted from the teacher to the learner, 
from learning as the retention of information to learning as an active, dynamic 
process. During 1960s and early 1970s, researchers attempted to describe what a 
reading model must account for. Goodman’s efforts on developing a model of 
reading from 1965 to 1970 culminated in a model which was often dubbed “ reading
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as a psycholinguistic game”, namely, top-down processing (Samuels and Kamil,
1984) .
This approach which came as a reaction to bottom-up processing is a 
knowledge-based process in which the reader is actively involved in comprehension 
of the text. The reader relies on his/her background knowledge of the text, knowledge 
of the text, and the context of the text in comprehension. Readers make predictions 
about the printed information based on their previous life experience (schemata) and 
confirm their interpretation of the text by sampling. The reader is engaged in this 
interactive operation from the most general to the most specific (Coady, 1979; Smith,
1985) . The writer is the creator, source, and encoder of the text, and formulates both 
the deep and surface structure of the text.
Both Goodman and Smith have been strong and influential proponents of an 
interactional conceptualization of reading, however, both of them did not deal with 
schema theory (Samuels & Kamil, 1984). Goodman characterized reading as a 
psycholinguistic guessing game that the reader is moving from meaning to word 
-from whole to part. In the light of these models, Coady (1979) developed a model in 
which he presented reading to be based on successful interaction of higher-level 
conceptual abilities, background knowledge, and process strategies. Mikulecky 
(1984) represents this process in the following figure:
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Reader: Cognitive Abilities
Figure 1 Reading as an interactive process
Clinging to this idea, Goodman (1988) asserts that reading is a receptive skill 
since the reader first perceives the “linguistic surface representation” ( language 
structure, words), then “decodes” into a meaningful piece of information that the 
writer “encodes” (p.l2).
Smith (1971) contributed to the field through explaining how redundancy 
present at all levels of language supplies reader with the flexibility in putting the 
resources in order to reach the meaning. He implied that efficient readers rely on the 
selected elements of the text, rather than the letters printed on the page ( cited in 
Samuels and Kamil, 1984). “The more non-visual information” the reader has “the 
less visual information” s/he needs or vice versa ( Smith, 1985, p.l5). However, the 
reader extracts information from the text in a selective manner, generally depending 
more on the non-visual information rather than what is on the visual information; that 
is, what is on the printed page. According to Smith, definitions such as understanding
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the writer’s intention, understanding print, or receiving communication are not 
relevant to explain reading as a whole.
Research in the last two decades have indicated that both bottom-up (text- 
based) and top-down (knowledge-based) processes could be utilized to facilitate 
comprehension (Carrell, 1988). The marriage of the^e two processes gave birth to a 
new model of reading, that is, “skills at all levels are interactively available to 
process and interpret the text” ( p. 59).
Interactive Processing
Rumelhart (1977) argued that the interactive model can explain the reading 
process. This view acknowledges the role of prior knowledge and ability to predict, 
however, at the same time, does not appear to ignore the essence of rapid and 
accurate processing of the words present in the text. Simply stated, reading process is 
complete if both higher- and lower-level skills involved together, in a way 
completing each other (Carrell, 1987; Grabe, 1991).
What is Reading?
Reading involves a three fold relationship concerning the written text; the 
relationship between the author and the text, between the reader and the text, and 
between the text and the culture. Whatever ideas the writer intends to bring to the 
text, it seems that it is the reader who is the most responsible in the processing of the 
text (Coady, 1979).
Researchers find it difficult to give a single definition of reading. Therefore, it 
will be appropriate to give a brief overview of some definitions given by some 
prominent authorities of the reading research (Goodman, Smith, and Coady) who are 
still influential on the current understanding.
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As mentioned previously, reading is a “psycholinguistic process by which the 
reader, a language user, reconstructs, as best as he can a message which has been 
encoded by a writer as a graphic display” to Goodman (1971) ( cited in Coady, 1969, 
p. 5). This process of reconstruction happens in a cyclical manner involving four 
stages: sampling, predicting, testing and confirming, feased on this view, the reader 
makes predictions of the coming information present in the text, then samples the 
text either to confirm or to refute. Sharing the same view with him. Smith (1979) 
points out that reading comprehension depends upon prediction, adding that it is a 
complex process of brain (p. 102). Grellett (1981) having similar views with the 
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Figure 2 Reading as a constant process of guessing.
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According to Nutall (1982), reading does not only require active participation 
of the reader but it is an interactive one because the reader makes sense of the text by 
reconstructing the assumptions on whieh the text is based. She compares reading to a 
process of making one’s own furniture using a do-it-yourself kit. If a person has the 
knowledge about carpentry, s/he will fit the pieces each other with least difficulty. In 
addition to regarding the unique role of all contributors in the process of reading, 
Nutall rejects any interpretation of reading unless meaning is eentral.
Yorio (1971) assumes that the mother tongue interferes with comprehension 
either making it easy or difficult (cited in Coady, 1979, p. 9). Alderson (1984) 
considers the issue from the same perspective and diseusses reading in terms of 
problem of reading. If “students cannot read adequately in English” this is directly 
related to the fact that they are not good at reading in the native language (1984, p. 2).
A rather impressive definition of reading relates to the cultural aspect of 
reading. If reading means making a meaning out of a written or spoken text, it is 
Fries (1945) who ineorporated culture into the definition of meaning. He talked about 
three levels of meaning: lexical, grammatical, and sociocultural. It is then any 
sentence is meaningful to the extent the linguistie meaning of it fits into the social 
framework of organized information. McCormick (1995) adds sociocultural 
phenomenon to the definition of reading. The following quote illustrates how 
McCormick perceives reading:
Reading is never just an individual, subjeetive experience. While it may be 
usefully described as a cognitive aetivity, reading, like every act of cognition, 
always occurs in social contexts (p. 69).
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Good vs Bad Readers
In the traditional approach to reading there have been attempts to distinguish 
between “good” and “bad” readers. Smith (1970) chooses the words “efficient” and 
“inefficient”. An “efficient” reader is “a person who can make use of all the 
redundancy in a piece of text” (cited in Eskey, 1979’ p. 69). One of the characteristics 
of this fluent reader, as Smith (1985) states, is that the reader considers “the 
information in the print that is more relevant to his/her purpose”, as s/he does this 
“selectively” (p. 103). Coady (1979) categorizes readers as ‘'''proficient and ‘'''poor. ” 
Proficient readers do not make wrong guesses, while poor readers make wrong 
guesses since they activate the wrong past experience (previous information) which 
will cause them to make wrong future predictions. Proficient readers know how to 
make use of every cue in order to get the most useful information. On the other 
hand, poor readers are not capable of making necessary compensations to make any 
significant comprehension.
The following excerpt below demonstrates how Eskey (1988, cited in Paran, 
1996) describes good reader from another aspect:
Good readers know the language. They can decode, with occasional 
exceptions, both the lexical units and syntactic structures they encounter in 
texts, and they do so, for the most part, not by guessing from the context or 
prior knowledge of the world, but by a kind of automatic identification that 
requires no conscious cognitive effort (p. 94).
Carrell (1988) distinguishes between skilled readers and lower proficiency 
readers, that is skilled readers are able to make necessary shifts from one processing 
mode to the other while the latter relies on one or the other mode of processing.
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which causes problems in comprehension. Carrell attributes the reasons why lower 
proficiency readers rely on only one processing mode, particularly on bottom-up 
decoding, to five reasons: (1) lack of appropriate background knowledge; (2) failure 
to activate the necessary schemata; (3) lack of the knowledge of the language; (4) 
individual differences in learning styles; and (5) misconceptions about reading (cited 
in Hadley, 1993). '
The same issue has been presented with regard to gaps to be filled in the 
message that the text bring by Bransford et al (1984). If people lack the knowledge 
needed to make assumptions or inferences necessary to fill in the gaps, then, they will 
not be able to process the text properly.
Reader’s intent should be taken into account. Unless we read for pleasure, it 
may put us under constraint. Rogers et al (1984) suggest three techniques for 
controlling the reader’s intent for the sake of enhancing learning: learning objectives, 
inserting questions, and asking high-order questions (questions that require top-down 
processing).
Another factor, presumably the most important of all mentioned so far, as 
acknowledged by many scholars, is the cultural background of the reader/learner. The 
study by Anderson et al (1977) is a fine example of how different cultural 
backgrounds are effective in the interpretation of the same text (see p. 22).
The Text
The text is accepted to be the second important element in the reading 
process. There are some factors hindering the reader from processing a text 
adequately. A text should be readable. Otherwise, the text should be simplified 
(Alderson & Urquhart, 1984). Davies (1984) explains the process of simplification
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as “ the selection of a restricted set of features from the full range of language 
sources . . . ” noting that “texts are simple only with respect to the needs of a specific 
audience” (p. 183). Reaction came to Davies from Alderson and Urquhart (1984) 
who claimed that such simplification might be hazardous in terms of distorting the 
message.
Berman (1984) made assumptions concerning syntax-based difficulty for non­
native speakers of English, claiming that “efficient FL readers must rely in part on 
syntactic devices to get at text meaning” (p.l53). According to Berman, “the kernel 
sentence”- the sentence which is carrying the main idea-should not be “opaque.” She 
uses the term “opaque” to stress the “transparency” of the kernel sentence is of 
importance but, the subject-verb-object ordering of the kernel sentence should be 
clear, transparent. To do this, the kernel sentence should be decomposed into its basic 
constituents. Otherwise, the sentence will be much more difficult to process.
In addition to syntax, vocabulary problems may affect text difficulty 
negatively as well ( Alderson & Richards, 1977). The more a text is loaded with 
unfamiliar words, the less the reader will make a sense of it. In order to examine the 
effects of familiarity, Bransford and Johnson (1972), in their research, provided the 
reader with pictorial information before processing the text, and they illustrated that 
reader’s familiarity with the topic, and interest in the text’s content, the genre, and 
the author may affect text difficulty positively (cited in Bransford et al. 1984).
Research results clearly demonstrated that it is impossible to take up a text 
alone in comprehension process. Neither the reader nor the text is responsible for the 
comprehension process alone. There is a reciprocal relation. Even though this 
mutual relationship between the text and the reader, in language learning, the
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information that the text brings may change the flow of comprehension process by 
making the text the most responsible. If the text contains the knowledge that the 
reader is not familiar with, or if the reader fails to activate the necessary background 
knowledge, as stated by Carrell earlier (1988), the comprehension may be a failure. 
For example, we cannot expect an Economics student to understand a text on 
medicine. Similarly, we cannot expect a Turkish learner to understand a passage 
about baseball.
In teaching a foreign language, this aspect of the text has attracted the most 
interest in recent years, in particular, in terms of the cultural themes to be included in 
the textbooks.
The Relation Between Text and Culture
The text affects comprehension either positively or negatively based on its 
culturally determined background. If there is a mismatch between the culture of the 
text and of the reader, the foreign language learner may find it difficult to make a 
meaning out of it. Many researchers such as Valdes (1986) and Rauf (1988) viewed 
language learning as the learning of the target culture and advocated that the 
textbooks should be representative of the target culture.
Rauf (1988) questioned the usefulness of nonculture-bound (native culture- 
based ) reading materials in foreign language teaching, having believed that 
designing texts on a theme familiar to students may impair the unity of language 
separating it from its social context.
Contrary to the above idea, Talib (1992) drew attention toward normative 
English literature in ELT in countries where non-native varieties of English are 
spoken as second languages. He stressed that “such texts . . .  will make it easier for
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the teacher to enhance students’ awareness of their own society, their sense of self- 
identity” (p. 54). Based on this view, that the students can gain awareness of the text 
structures and rhetorical organization of the text even if they are introduced texts 
belonging to their culture researchers have devoted much effort on the issue.
The Schema Theory
The origins of schema theory date as far back as to the 1920s and have origins 
in the Gestalt psychology (the study of mental organization) of the 1920s and 1930s. 
The term “gestalt” can be explained as “shape” or “form.” Gestalt psychologists’ 
insight was that “ the properties of a whole experience cannot be inferred from its 
parts” (Cook, 1994). In other words, the best way to understand any piece of 
information is to perceive it as wholes, then, it will be easy to make a sense of the 
message that the text brings.
Gestalt psychology was generally applied to visual perception studies such as 
research on memory for geometric designs. Wulf asked subjects to reproduce some 
geometric designs shortly after exposure, after intervals of 24 hours, and then after a 
week. Through the course of time as the interval lengthened, the researcher noticed 
that the subjects reproduced the visual data incorrectly, mostly depending on the 
schema they conceived (1922/1938, cited in Anderson & Pearson, 1988, p. 39).
Taking its roots from Gestalt psychology, schema theory basically claims that 
every or any new experience gains meaning if memory has a stereotypical version of 
a similar experience (cited in Anderson & Pearson, 1988, p. 38 ). We can understand 
new experiences by activating the appropriate schema or schemata in our minds. If 
there isn’t evidence to the contrary, then we accept that the new information or 
knowledge confirms our schematic representation. Schank and Abelson (1977) spoke
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of “scripts,” and “frames.” Scripts are “knowledge structures,” that describe 
“appropriate sequences of events in a particular context.” Frames are constructed out 
of our past experiences. They provide a framework which will enable us to make 
sense of our new experiences (cited in Brown and Yule, 1983, p. 241). For example, 
if a child’s previous experience of “going to the dentist” is a painful one, this will 
probably cause him/her to reject seeing the dentist. Unless the scripts or schemata are 
complete, then we will find it difficult to comprehend a text since there will be a 
mismatch between what the text presents and our schemata.
The schematic process allows people to make intelligent guesses, and to 
interpret experiences quickly. If your friend says “I spent the whole afternoon in the 
library,” without asking or being informed, you can imagine that s/he looked for a 
source book, sat at a table and read books, magazines, etc. there. It is often suggested 
that it is our previous experiences that allow us to make such a prediction (Coady, 
1979; Carrell & Eisterhold, 1983).
According to Yule and Brown (1983), “the past operates as an organized mass 
rather than as a group of elements each of which retains its specific character”
(p.249). It is the “schema” that gives structure to that “organized mass.” In other 
words, as Nunan (1993) points out, “the knowledge that every person carries around 
their heads is organized into interrelated patterns” (p.71). These patterns come into 
existence as a result of our previous experience.
Carrell and Eisterhold (1983) describe two types of schemata; content schema 
and formal schema. Content schema is the background knowledge of the content area 
of a text. Formal schema is the background knowledge of the formal, rhetorical 
structures of different types of texts. Schema used in interpretations of all
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information processes are “building blocks of cognition” (Rumelhart, 1977, cited in 
Samuels & Kamil). These building blocks have a very important role in the process 
of interpreting sensory data, and in calling back the information from memory.
According to schema theory, background knowledge has an important role in 
language comprehension. Any text, spoken or written, does not carry any meaning; 
meaning, instead, comes from the background knowledge that the learners bring to a 
text. Here, the basic point is that, the meaning the writer intended to bring to the text 
is not in the text itself, instead, brought to the text by the reader ( Carrell and 
Eisterhold, 1983).
It was not until the 1970s that schema theories based on the common thought 
that text processing involves not only the knowledge of language, but also organized 
knowledge of the world began to emerge. Since then, researchers began to assess the 
role of background knowledge of the text based on schema theory (Gatbonton and 
Tucker, 1971; Johnson, 1981; Carrell, 1983).
The Role of the Background Kinowledge in Reading Comprehension
Schema vary according to cultural norms and individual experiences. 
Different cultural backgrounds cause us to make different descriptions of the same 
event. Anderson et al (1977) presented the following text to a group of female 
students who were planning a career in music education and to a group of male 
students from weight-lifting class, both of whom had similar cultural backgrounds, 
but different interests and expectations:
Every Saturday night, four good friends get together. When Jerry, Mike, and 
Pat arrived, Karen was sitting in her living room writing some notes. She 
quickly gathered the cards and stood up to greet her friends at the door. They
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followed her into the living room but as usual they eouldn’t agree on exactly 
what to play. Jerry eventually took a stand and set her things up. Finally, they 
began to play. Karen’s recorder filled the room with soft and pleasant music. 
Early in the evening, Mike noticed Pat’s hands and many diamonds . . .
(cited in Brown and Yule, 1983, p.248).
As they had expected, the female group interpret the passage as “ a musical 
evening” whereas the male group as “people playing cards.” This seems to indicate 
that people’s personal interests, sex, other than cultural background, cause them to 
relate messages to certain contexts ( Brown & Yule, 1983; Bransford et al., 1986).
It has been pointed out that what makes a foreign language text easier to 
process is the learner’s familiarity with its content schema (Nunan, 1985, cited in 
Alptekin, 1993, p. 141). The more the reader is familiar with the subject, the easier it 
will be to grasp the meaning transmitted through lines. Roller and Matambo (1992), 
in their experimental study involving bilingual readers’ use of background 
knowledge, gathered evidence that bilingual subjects make use of familiar cultural 
content to improve comprehension.
On the other hand, Carrell (1987) concluded that good reading comprehension 
in the foreign language entails familiarity with both content schemata-background 
knowledge that the reader brings to a text-and formal schemata-background 
knowledge of the formal, rhetorical organizational structures of different types of
texts (p. 461). Carrell, in her attempt to identify the simultaneous effects of both 
content and formal schemata, stated that more research is needed in order to make
specific predictions on the separate or interactive effects of these two types of 
schemata (ibid. 1987).
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Research has showed that familiarity with the content of a reading passage 
facilitates reading comprehension on the part of the foreign language learner. In the 
light of schema theory, a large body of literature has argued that the content schema 
affect the comprehension of the text and found the prior knowledge of the text 
(background knowledge of the content of the text) to be influential in reading 
comprehension (Carrell, 1983; Steffenson et al, 1984; Taglieber et al, 1988; Grabe, 
1991; Roller & Matambo, 1992). That the reading comprehension is a product of 
content schema has also been stressed by researchers such as Gatbonton & Tucker 
(1971), Johnson (1981, 1982), Nelson & Schmid (1989), Chen & Graves (1995) and 
Parry (1996).
It is widely believed that activating the appropriate background knowledge 
help learners to process better (Carrell, 1984; Aron, 1986; Taglieber et al., 1988; 
Roller & Matambo, 1992; Chen & Graves, 1995). Contrastingly, if only one type of 
background knowledge is involved in the language processing (e.g. if only the 
linguistic form is practiced), it is presumed that his may hinder poor-readers’ or 
lower-level readers’ comprehension (Carrell, 1988).
The Role of Native Culture and Background Knowledge in Reading Comprehension 
The readers possess the schemata assumed by the writer; they understood what 
is stated and effortlessly make the inferences intended. If they do not, they 
distort meaning as they attempt to accommodate even explicitly stated 
propositions to their own preexisting knowledge structures
( Steffensen & Joag-Dev, 1984, pp. 61-62) 
If such a claim has a place in current understanding in reading research, 
native-culture based texts may also function as a means to attain the same target.
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It has been recognized that learners’ failure to relate the linguistic meaning of 
a text to cultural factors would not allow the total understanding (Carrell, 1988). 
Having examined the influence of background knowledge on memory by using an 
expository prose, one passage the theme of which is universal while the other is with 
a culture-bound theme as the stimuli, Aron (1986) concluded that native subjects 
who were born in America and non-native subjects who were not born in America 
brought similar previous knowledge to the text with a universal theme, whereas they 
brought different degrees of previously acquired knowledge to the passage with a 
(U.S.) culture-bound theme .
Different results of background knowledge are indicative of the fact that more 
research is needed to provide evidence of the role background knowledge plays in 
reading process. There has been a considerable experimental research done to assess 
the effects of culturally familiar texts (e.g. Gatbonton & Tucker, 1971; Johnson, 
1981,1982; Carrell & Eisterhold, 1983; Aron, 1986; Nelson & Schmid, 1989; and 
Parry, 1996).
Numerous studies examining the role of the content schema on foreign 
language comprehension, in particular those having native culture motifs, reveal 
findings similar to those of Anderson et al. It is possible to talk about two kinds of 
cultural background: the cultural background of the reader and the cultural 
background that the text brings. Anderson et al showed how different cultural and 
social backgrounds influence people’s interpretation of a text ( see page 25 ). On the 
other hand, had they introduced the same text to a group from a different country, 
their interpretation might have totally been different.
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Studies by Steffenson et al (1984) and Johnson (1981), in which they chose 
stories from learners’ own cultures have indicated results supportive of the role of the 
familiar content with respect to foreign language comprehension. Steffensen et al 
(1984) gave two texts in the form of a letter, one describing a traditional American 
wedding, the other describing a traditional Indian wedding, to American and Indian 
subjects to measure their recall. Both subjects recalled more of their own culture 
based text and made elaborations. Johnson (1981) investigated the effects of 
familiarity of context on the reading comprehension of Iranian and American 
university students and observed that both groups used cultural inferences in 
recalling stories based on their own culture.
Gatbonton and Tucker (1971) drew attention towards Filipino students’ 
tendency to apply culturally conditioned value judgments and attitudes to American 
short stories. The results of the study clearly indicated that a group of Filipino high 
school students who received cultural orientation course performed better than those 
who did not. This experimental research verifies the basis of schema theory which 
proposes that knowledge of culture has an influence upon meaning making.
Nelson and Schmid (1989) wanted to provide support for the claim that 
reading comprehension skills acquired by using reading passages on native culture 
transfer to students’ performance of reading passages on standardized L2 reading 
tests. After an 8-week treatment of native culture readings including short stories and 
folk stories, articles from current newspapers translated into English to the 
experimental group, and the control group received texts on American culture, as a 
result of which they provided evidence that reading about one’s native culture not
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only improves reading skills (making inferenees, finding the main idea, and making 
interpretations) but also are transferable to non-native reading passages.
Parry (1996) questioned the role of two widely known language behaviors - 
top-down and bottom-up processes-in L2 text cqmprehension, concluding that 
cultural background has a crucial role in these processes. At the same time, she 
reported that “ what works well with people from one group may be a failure with 
those from another” (p. 665).
The above studies imply that native-culture based materials have a significant 
effect on learners’ ability to comprehend a text. Native culture-based materials, on 
the other hand, may cause language learners to feel more comfortable, lower their 
affective barriers and also activate even shy students to join the activity since such an 
application will allow them to use what they already know. In the light of the 
previous evidence, the claim of the present study is to provide more evidence of the 
effects of cultural background knowledge on reading comprehension skills activated 
by means of English renderings of Turkish folk stories.
Current Situation in Turkey.
In Turkey, not much has been done on the role of native culture content 
materials in reading process to date. Researchers generally focused on the effects of 
the formal schemata and the role of the background knowledge in the interpretation 
of target culture based texts. Sancar (1992), in her study in which she questioned the 
role of cultural content in reading comprehension, gave two stories, one from the 
target culture, and the other from the native culture to three groups of university 
students. She presented that the students were more successful in comprehending the 
text belonging to Turkish culture than the text to the target culture and that students
28
at different levels could answer factual questions requiring direct answers if the text 
was foreign culture-based and were able to make inferences if the text was native 
culture-based. Her study clearly indicated that the students comprehended the native 
culture-based text better than target culture text. The role of formal schema was 
examined by Kaçar (1995) in a study which aimed to raise awareness of different 
textual organization. The participants were adults who were preparing for an exam 
called KPDS. The results of her study indicated that the students' performance 
improved after the treatment. Topaloğlu (1996), who investigated the role of 
background knowledge on L2 text comprehension through gathering data from think 
aloud protocols, indicated that different learners make different interpretations of the 
same text depending on their backgrounds. Her finding is similar to that of Alderson 
et al (1977) who also indicated personal interests and sex to be effective in making 
meaning in addition to cultural background. Alptekin (1993) described “the positive 
effects of the familiar systematic knowledge on foreign language” examining the role 
of the target language culture as opposed to the role of the Turkish learners’ native 
culture.
Bear (1987) emphasized the importance of the integration of learners’ own 
culture-based elements into foreign language teaching. In doing this, he stressed that 
English language teaching cannot be thought without the sociocultural context in 
which it functions, adding that it must be in harmony with educational and cultural 
policy. He suggested the use of English renderings of native folk stories, particularly 
the anecdotes of Nasreddin Hoca, which he finds suitable “in terms of cultural 
content, emotional appeal, length, and motivational potential” (p. 24). According to 
Özünlü (1983), Turkish students are interested in reading “short stories and
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anecdotes, adventures, legends and mythological stories, comic stories, Nasreddin 
Hoca stories, poems, plays and sentimental stories” (cited in Atlı, 1989, p. 33).
Taking all these views into consideration, more attention should be paid to the 
role of native culture-based materials in Turkey to make either positive or negative 
comments on their effects on L2 learning. Therefore, more studies need to be 
conducted in this field.
The Role of Culture in Foreign language Learning
Language and culture, as explained by many researchers, are interwoven and 
play a central role in cognitive processes such as reading comprehension ( Brown, 
1993). Children learn their native language within the confines of the sociocultural 
environment in which they grow up. Based on this truth, researchers have generally 
been interested in using target-culture literature as a means of furthering foreign 
students’ acquisition of English.
It is obvious that target culture is essential as a means for understanding and 
partaking in the culture of those who speak that language, thus, we cannot ignore the 
fact that learning a second or foreign language also comprises the learning of a 
second culture to varying degrees ( Saville-Troike, 1979), however, language 
learning should not be limited to learning the target culture ( Bear, 1987; Nelson & 
Schmid, 1989). It can be utilized as a means for understanding one’s own language 
and culture as well. Although some researchers questioned the usefulness of non 
culture-bound reading materials in EFL teaching and rejected the use of texts those 
reflecting themes of learners’ own culture thinking that such an approach will destroy 
the unity of the target language ( Rauf, 1988; Ath, 1990), several studies, as 
mentioned earlier in this chapter, indicated clearly that learners comprehended the
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passage with a familiar theme better than the passage with an unfamiliar theme and a 
great amount of information was recalled ( Johnson, 1981; Steffensen & Joag-Dev,
1984). Besides, they were able to make inferences while answering the questions 
about the native text.
Alptekin (1993) sees the difference between cultures as a barrier to learning 
and understanding a foreign language. Consequently, if a learner is presented English 
only or mostly through unfamiliar contexts, it is inevitable that a foreign language 
learner who has never lived in the target-language culture will have to cope with 
problems in processing the rhetorical structure of English. It has been suggested that, 
students can jump over this barrier if they are given the chance to learn and talk about 
their own culture, customs, people, and the daily language while learning the target 
language (Bear, 1987; Nelson & Schmid, 1989; Alptekin, 1993; Gatbonton &
Tucker, 1971).
Unlike Alptekin, Atlı (1989), in his study of the analysis of an elementary 
level textbook prepared by the Ministry of the National Education of Turkey, drew 
the attention towards the abundance of Turkish culture-based elements mainly 
focused on the “holiday” theme and argued that only including native culture-based 
elements in texts do not foster foreign language learning. It is impossible to disagree 
with Atlı in this context since the use of only native culture-based elements are not 
sufficient to learn a foreign language. The passages must interest people and be 
relevant to the age and interest of students besides being authentic.
Contrary to above study, recent research by Bayrakçıl ( 1990), which was a 
content analysis of some textbooks, revealed that the textbooks prepared by
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American and British writers that Turkish students follow in English classes are 
loaded with target culture elements besides those which are universal.
According to schema theory, “comprehending a text is an interactive process 
between the reader’s background knowledge and the text” (Carrell & Eisterhold,
1983 p. 556). It is obvious that the mismatching between these two may cause any 
nonnative learners to make misinterpretations. Because of the interrelationship of 
language and culture, and related to these the background knowledge that the learners 
have, Turkish students, like any foreign language learner, may interpret any foreign 
text by applying their own culture-based value judgments. In order to prevent 
misunderstandings, and foster learning English, besides texts having target culture 
motifs, students may be presented with familiar contents from their own culture. 
According to Barnes-Felfeli (1982), Friedlander (1990), and Hinds (1984), foreign 
language learners are more successful when they are asked to read or write on topics 
related to their own culture as well as the topics they are familiar with (cited in 
Alptekin, 1993).
Affective factors
“My word or the word of my donkey?” These words may not make sense to 
anyone. When you read the following story of Nasreddin Hoca, however, the 
meaning will immediately become clear.
A neighbor asks Hoca for his donkey. Hoca is unwilling to 
lend the animal. Just as he says: “It isn’t here. I sent it to the mill,” 
the donkey is heard braying in the bam.
The neighbor is puzzled: “You said the donkey isn’t here.
There, it’s braying, see.” Hoca retorts: “You mean you don’t
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believe me with my white beard and you believe the word of a 
donkey!” (retold by Halman, 1988, p. 38 )
The humor together with the intelligence hidden behind the words above 
clearly expresses how the Hoca used his wit to sljow his unwillingness to give the 
donkey to his neighbor without using words of direct refusal.
Nasreddin Hoca folk stories hold ideas related to native culture besides those 
which are universal; family life, social norms, nature-human relationships, honesty, 
social conflicts, and “serves an utilitarian function” in a humorous manner (Halman, 
1988, p. 55).
By no means can we ignore the contributions of the element of humor to 
learning. Related to humor element, another important dimension that these stories 
bring is motivation. If one is not hungry, s/he won’t have any desire to learn how to 
catch fish. Consequently, both humor and motivation that such stories bring may 
raise one’s desire to learn a foreign language besides lowering the affective barrier as 
well.
Every foreign language learner needs to be aware of their own culture and of 
cultural values that the sociocultural milieu shapes as well. We can make use of what 
the students already know related to their own culture to gain them a better 
command of English. To attain this, learners can be exposed to texts from their own 
culture ( see Nelson & Schmid, p. 27). Folk stories can be said to be highly rich in 
terms of cultural elements because they comprise culturally-loaded motifs, terms that 
the learners can perceive and express without giving much effort. The motivational 
side should not be ignored (Hill, 1986).
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Psychologists regard motivation, as an important reason to make one want to 
learn. Oxford (1990) pointed out that “the affective side of the learner is probably 
one of the very biggest influences on language learning success or failure” (p. 140). 
According to the affective filter hypothesis, comprehensible input can have its effect 
on acquisition only when affective conditions are optimal. One of the components of 
this affective domain is motivation, which is a strong predictor of L2 achievement. 
Students’ failure may be due to the lack of motivation, which is a key factor in 
language learning (Ellis, 1996). Conversely, as accepted by the psychologists, the 
more motivation a learner has, the more time he/she will spend on learning an aspect 
of a foreign language, thus, the more successful the learner will be (Carroll, 1962, 
cited in Spolsky, 1990).
Even though integrative and instrumental motivation have been shown to be 
effective for L2 achievement, recent studies suggest that these may not always been 
sufficient. Berwick and Ross (1989) who investigated 90 first-year Japanese 
university students taking obligatory English classes concluded that students were 
demotivated although they had a strong instrumental (external) motivation before 
taking the university entrance exam. In a post-test administered to same students they 
noticed that, after taking a course with two motivational factors, support and interest, 
these students’ motivation was higher than before (Ellis, 1994).
It has been proposed that if a learner becomes more engaged in learning tasks 
intrinsically, which is based on stimuli-positive response through which the learners’ 
curiosity is aroused and sustained, it can be said then, the student is motivated.
In order to accomplish such a motivation, a great deal of exercises, tasks have 
been suggested. Motivation can be accomplished through a variety of techniques.
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however, in order to motivate learners it is essential to lower their anxiety level. 
Using laughter has been suggested (Oxford, 1990), and folk stories have this 
potential necessary to give pleasure while engaging the emotions (Hill, 1986). If 
people are getting pleasure of reading while learning a language, this may contribute 
to their reading habits and encourage them to read more. The more the students read, 
the more background knowledge they will have and as a result, the better the schema 
will be activated. In this case, native culture based materials, in particular folk stories 
carrying humor element could be utilized not only to make use of what they already 
know, but more important than this, to get access to what they know. In English 
classes, Nasreddin Hoca stories can be beneficial in different ways. First, they “equip 
students to talk about their own culture, and facilitate their learning of English . . . ” 
(Bear, 1987, p. 23). Second, they contribute to reading comprehension “ by providing 
students with a highly motivating, engaging, and realistic source of genuine language 
input. . . ” (ibid. 1987).
This chapter gave an account of the expressions and empirical studies dealing 
with reading and reading comprehension in relation to the contributions of the native 
and target culture-based materials in the teaching of English as foreign or second 
language. The coming chapter will explain the steps of the present study, the aim of 
which is to investigate the effects of the native culture-based folk stories on the 




This study first attempted to investigate either positive or negative effects of 
native culture-based materials on reading comprehension skills of Turkish learners of 
English through the application of English renderings of Turkish folk stories. It was 
also considered that the folk stories used in the treatment would motivate students to 
read more of their culture-based texts in language classes. The Nasreddin Hoca 
stories used in the study were chosen for their cultural content, length, and 
motivational potential. In this experimental study, in order to investigate the effects 
of native culture based materials, which were expected to activate the appropriate 
schema, subjects in the experimental group were given a treatment of Turkish 
culture-based folk stories and the control group was taught using reading passages 
similar to those in their textbook.
The questions of interest were whether (1) the subjects who were exposed to 
folk tales from the native culture would perform better than the subjects in the 
control group; and (2) the subjects in the experimental group would develop positive 
feelings towards the use of native culture-based materials.
This study was quasi-experimental since the subjects were not assigned to 
groups randomly. The independent variables were the folk stories and usual texts, 
and the dependent variable was reading comprehension.
Subjects
Seventy-two students, thirty-six in the experimental group, and thirty-six in 
the control, were expected to participate in the study. Unfortunately, one of the 
subjects in the experimental group was excluded from the study since he did not take
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the post-test. Since the present conditions did not allow the researcher to assign 
students into the experimental and control groups randomly, two intact classes were 
selected and all were supposed to be intermediate level students of an Anatolian 
Teacher Training High School where the medium of instruction is Turkish. All 
subjects took a year of English preparation course in the same school. The subjects 
were relatively homogenous with similar social and educational backgrounds. They 
all took an entrance exam held by the Ministry of Education, and to take this exam 
their average grade in secondary school must be 70 or over out of 100. The average 
age was 16; the age of subjects ranged from 15 to 17. Both groups have an 8-hour of 
instruction of English a week. During these 8 hours, they follow a certain textbook at 
an intermediate level called Headway Intermediate in which all the skills are taught 
in an integrated maimer. Both classes were taught by the same teacher.
The study was conducted in the subjects’ usual classroom during the usual 
hours. In order to control for the teacher variable and to reduce stress that the 
researcher might cause, the subjects were taught by their regular teacher. Informal 
interviews with the teachers who taught these classes last year and with the present 
teacher revealed that none of the subjects had been taught Nasreddin Hoca stories 
either formally or informally. Having considered that the subjects might develop a 
sensitivity toward the experiment, the present researcher did not interview the 
students even informally, and cautioned their teacher not to discuss the topic.
Materials
The materials used in this study were a pre-test, post-test, learners’ native 
culture-based folk stories (Nasreddin Hoca stories) for the experimental group, texts 
of different subject matters for the control group, and a questionnaire only for the
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experimental group. The pre-test and the post-test consisted of three passages with 
multiple choice questions prepared by the present researcher, all at approximately the 
same difficulty level. In testing reading comprehension skills, multiple choice tests 
are considered to be more suitable since it does not allow the interference of other 
skills, such as writing skill (Hughes, 1989; Heaton, 1990). The pretest was 
administered before the application of the treatment and the post-test a week after the 
end of the treatment. The experimental group received a two-week treatment of 
Nasreddin Hoca stories whereas the subjects in the control group were taught texts 
that are very much like to those found in their textbook. Both groups were taught the 
texts by means of the same teaching techniques.
The Pretest
The pretest (Appendix C) consisted of three passages; a passage about pirates, 
a Nasreddin Hoca story, and an English folk story with multiple choice questions.
The texts were analyzed in terms of structure, complex sentences, and their 
consistency with the subjects’ level of proficiency. The subjects were given a total of 
22 objective multiple choice questions especially designed to measure reading 
comprehension skills such as determining the main idea, guessing the meaning of a 
word from the context, skimming, scanning, making inferences, making 
interpretations of a word or a statement present in the text. The items were prepared 
based on the suggestions in Hughes (1989) and Heaton (1990). The subjects were 
given 50 minutes to read the texts and respond to the questions.
Although the texts were of varying lengths, they were at the same level. Since 
the same test would be given as the post-test, the researcher thought that the length of 
them would not cause much difference for the result of the study. That is to say, any
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difference between the scores of both experimental and control groups would not be 
due to text length, but to other variables. All readings chosen for the tests were taken 
from different sources.
The first text (see Appendix C) which is about pirates was taken from a book 
called Reader at Work, a Middle East Technical University publication. There were 
eight multiple choice questions that the subjects were required to answer. The second 
text (see Appendix C) was a Turkish culture-based folk story, a Nasreddin Hoca story 
taken from a book Nasreddin Hoca Folk Narratives compiled and translated into 
English by Karabaş and Bear (1996). Subjects answered seven questions about the 
story. The last text (see Appendix C), which is from British culture was taken from 
the book called Folktales o f England, and consisted of seven questions.
Piloting procedure.
Before being administered, the pretest was piloted in a class of 36 students of 
the same level in the same school (Appendix A). The pilot test included four 
passages with twenty-five multiple choice questions. After being piloted, one of the 
texts was excluded from the pretest since it was considered to be easy for the level of 
the students.
Item Analysis.
All the items in the pilot test were analyzed in terms of item difficulty, and a 
discrimination index was prepared to see whether the items would discriminate 
between the good and bad students (Appendix B). The analysis indicated that some 
items were not discriminating objectively and therefore, needed rewriting or should 
be discarded. For example, the item 23 showed the same difficulty level and 
discrimination index results (0.08), which meant that this item was not discriminating
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between the good and bad students. Only 2 students from the high-scoring group 
(H=2) and 1 student from the low-scoring group (L=l) had responded the item 23 
correctly. Therefore, it was discarded (Appendix B).
Based on the results of pilot test item analysis, necessary revisions were 
made. The complete test included 22 multiple choice questions with four options. In 
order to increase the reliability, the researcher piloted the test once more to the 
colleagues in 1998 MA TEFL class, at Bilkent University and made necessary 
corrections.
The Post-test
The post-test included the same passages with the same number of questions 
(Appendix C). In order to lessen subject bias and recall effect, it was administered a 
week after the end of the treatment. The same process followed during the pre-test 
administration was repeated. One of the subjects in the experimental group did not 
attend the posttest, and was excluded from the study. The following section gives an 
account of what has been done during the stage of treatment.
The Treatment
The experimental group was taught Nasreddin Hoca stories each time they 
had English classes. They were taught 16 stories during the two-week course of 
treatment. It took 30-40 minutes to teach each story. In the meantime, the control 
group was taught passages similar to those found in their textbook following the 
same procedure. The criteria on the selection of the texts were their consistency with 
the proficiency level of the students and their being target-culture based. Based on 
this criteria, the texts were mostly taken from an intermediate level textbook called 
Blueprint Intermediate and the teacher followed the same lesson plan (Appendix G)
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that was prepared by the researcher for both groups. Subjects in both groups were 
taught by their regular teacher in order to exclude a confounding teacher variable. 
The Questionnaire
After the experiment was completed, a questionnaire with a Likert-type scale 
(Appendix E) designed to investigate subjects’ opinion on the use of folk stories in 
teaching reading was administered to the experimental group. There were eight 
statements in the questiormaire. The hypothesis was that folk stories would motivate 
the subjects in the experimental group and help their reading comprehension skills 
develop. The questionnaire was piloted to the colleagues in 1998 MA TEFL class, at 
Bilkent University and the items were revised.
Procedure
The experiment was carried out at Kırıkkale Anatolian Teacher Training High 
School, Turkey. The headmaster of the school agreed to have the study be conducted 
at his school and two classes were selected.
Prior to the experiment, the researcher gave a detailed introduction of the 
study to the teacher who would carry out the experiment with both the experimental 
and control groups. The teacher was given the materials prepared for the experiment: 
the pretest, post-test, texts, and lesson plans. This was an original research study on 
the part of Turkish learners of English since no studies using native culture-based 
folk stories in an experimental-control group design with high school students have 
been conducted in Turkey.
The Experimental Group
The experimental group was treated by their class teacher for 8 days. In each 
session, subjects were taught a different Nasreddin Hoca story, each of which took
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between 30 and 40 minutes to study. The teacher followed the lesson plan developed 
by the researcher. She mainly concentrated on reading comprehension skills such as 
finding the main idea, guessing the meaning from the context, making inferences, 
making interpretations of words and phrases and finding the moral of the story in 
addition to skimming and scanning questions.
During these two-week period, experimental group was exposed to 16 
different stories while the control group studied the same number of texts. The 
researcher did not attend the classes, but met with the teacher regularly after each 
session of the treatment. She mentioned that the students came up with very 
interesting statements, and made interpretations in a lively atmosphere. Moreover, 
she observed that students seemed to be more willing to talk about the lesson that the 
stories give. One more important point to mention was that the students were able to 
catch the humor element appeared in the stories.
The Control Group
Subjects were taught by the same teacher following the same lesson plan 
applied in the experimental group. The texts were much like the texts that appeared 
in their textbook (Appendix H). The teacher conducted pre-reading discussions, 
while and after reading sessions, and taught the same reading skills except for finding 
the moral of the story. Instead, the teacher focused on finding the main idea.
The experiment was carried out for a two-week-period. Students received a 
total of 16 hours of instruction.
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Data Analysis
Data were eollected by means of three sources; a pretest, a posttest, and a 
questionnaire. The data analysis was carried out in three steps. First, the answers to 
the pretest and the posttest were scored by the teacher, and then by the researcher, 
the possible highest score being 22 (Appendix D). The second step was to determine 
the significance of the difference between the means of the two independent and two 
paired samples. In order to obtain robust results, the most widely used computer 
program, the Statistical Package for the Social Sciences (SPSS) was preferred. Since 
the researcher would deal with scores, the statistical significance was determined by 
the application of two t-tests. First, the t-test for independent samples analysis was 
carried out to compare the performance of the two groups relative to each other prior 
to, and after the treatment of native culture-based folk stories. The second t-test for 
paired samples allowed the researcher to see how far each group performed from the 
pretest to the posttest. In each case, the means, standard deviations, and the standard 
errors of the mean for each variable were provided. The t-value for both the 
independent samples t-test and the paired samples t-test, the degrees of freedom, and 
probability of significance were obtained. T-tests gave the chance to evaluate whether 
the difference between the means of samples was significant. Finally, as the third 
step, the questionnaire with 8 Likert-type scale items was analyzed through totaling 
the frequency of responses. The responses were then converted to percentage scores 
for each of the eight items, and the findings were interpreted.
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CHAPTER 4 DATA ANALYSIS
Introduction
As described in Chapter 3 the purpose of the study was to investigate the 
contributions of native culture-based texts, particularly of the Nasreddin Hoca stories, 
to the reading comprehension skills of Turkish high school students at an 
intermediate level. The second aim of the study was to ascertain whether the students 
in the experimental group would be motivated to read more native culture-based 
materials as a result of their exposure to native culture-content materials. The 
hypothesis was that the students who studied native folk stories would perform better 
than those who were taught texts that are similar to those appear in their textbooks.
In order to test the hypothesis mentioned, the researcher chose high school students 
as her subjects for the study.
Seventy-one students, thirty-five in the experimental group and thirty-six in 
the control group, took part in the study held in Kırıkkale Anatolian Teacher Training 
High School, Turkey. The primary means of obtaining data in this study was through 
a pretest, which was designed to evaluate the subjects’ performance before the 
treatment; a two-week treatment of native folk stories, and a post-test, which was 
designed to determine the subjects’ performance after the treatment; and a 
questioimaire designed to measure the subjects’ interests and motivation towards 
using materials from the native culture.
The pre- and the post-tests consisted of objective multiple choice questions 
based on three different texts: a text about pirates, a Nasreddin Hoca story, and an 
English folk story. Though the readings were of varying lengths, they were at the 
same reading level. The subjects in the experimental group took a two-week
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treatment of Nasreddin Hoca stories taken from different sourees. The pre- and post­
tests were the same. The post-test was given a week after the end of the treatment.
Before the pretest was administered, it was piloted in a class of the same level 
in the same school. The results were analyzed and the necessary corrections were 
made. Only one of the texts was excluded from the test since it was found to be too 
easy. Giving the same test as the pretest and posttest would allow the researcher to 
compare the performance of both groups before and after the treatment. In order to 
eliminate effect of recall, the subjects were given the post-test a week after the end of 
the treatment.
After each text, the subjects were asked to answer questions by choosing the 
most appropriate option given in multiple choice form. They were asked to answer 
twenty-two questions which were especially designed to measure reading 
comprehension skills, such as finding the main idea, finding the moral of the story, 
making inferences, making interpretations of a word or a statement present in the 
text, besides skimming and scarming questions.
During the treatment, the experimental group was taught a total of sixteen 
Nasreddin Hoca stories chosen from several books during the two-week course of 
treatment. The control group was exposed to usual texts of different subject matters 
based on the target culture while the experimental group took the treatment of 
Nasreddin Hoca stories. Both groups were taught by their regular teacher, who 
followed the lesson plan prepared by the researcher (see Appendix G). The researcher 
particularly wanted the teacher to highlight certain points that would activate 
students’ background knowledge through questions on the cultural values included in 
the stories. It has been demonstrated that learners’ reading comprehension is higher
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when they were reading materials based on their native culture ( Steffensen and Joag- 
Dev, 1983). Furthermore, the improved reading skills acquired by reading texts on 
native culture not only help overcome some affective barriers but also transfer Li 
comprehension abilities into L2 text comprehension when the students’ background 
knowledge is activated (Johnson, 1981; Carrell & Eisterhold, 1983; Aron, 1986; 
Nelson & Schmid, 1989).
Data Analysis Procedures
During the first stage of data analysis, the answers to the pre- and post-tests 
were scored by the researcher and the teacher ( see Appendix D). The pre-test and 
post-test results were compared by applying two t-tests: one for paired samples, the 
other for independent samples. The t-test is the most widely used statistical test that 
can be used for the comparison of two means when dealing with small sample sizes, 
that’s why t-tests allowed the researcher to determine whether it was the treatment or 
the sampling error that caused any difference. Finally, the Likert-type questionnaire 
given to the experimental group subjects was evaluated.
Results of the t-tests
Two t-tests, a t-test for independent samples and a t-test for paired samples, 
were applied to determine whether there was any difference between subjects’ 
achievement from the pre-test to the post-test and to state whether there was a 
significant difference between the experimental and control groups.
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The comprehension pre-test was administered in order to determine the 
subjects’ performance prior to the treatment and to measure if there was a difference 
in comprehension of the given test between the subjects in the experimental and 
control groups. There were 22 multiple choice questions in the test. Application of t- 
test analysis for independent samples revealed that the difference between the means 
of the experimental and control groups was not significant at the 0.05 level (see 
Table 1). The t-test indicated that the obtained t-value was not larger than the tabled- 
t value ( p> 0.05), that is the difference between the mean scores of both groups was 
not statistically significant. It could be just a chance difference. Since the scores of 
both groups were within the confines of normal distribution, they were assumed to be 
equal as well.
Table 1
Results of the comprehension pretest.
T-test for Independent Samples (Pretest)
Variable n Mean SE of Mean t-value df
Exp. Grp. 35 11.74 3.48 .58
1.92 69
Con. Grp. 36 13.22 3.00 .50
p > 0.05
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The comprehension post-test was given to the two groups in order to measure 
to what extent subjects in each group performed when compared to their performance 
on the pretest. The test was given a week after the end of the treatment so as to 
decrease the subject bias toward the test and the recall effect. In this test, subjects 
were asked to answer the same questions about same texts in the pre-test. The means 
and standard deviations of the two groups’ scores were computed through the 
application of t-test for independent samples. The posttest results of both groups 
indicated that the difference between the means was not significant at the 0.05 level 
(see Table 2).
Table 2
Results of the comprehension post-test
T-test for Independent Samples TPosttest Results)
Variable n Mean SD SE of Mean t-value df
Exp. Grp 35 12.85 3.49 .59
1.83 69
Con. Grp. 36 14.61 4.51 .75
p > 0.05
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T-test results of the pretest and posttest scores for the control Group.
The pre- and the posttest scores of the control group were computed by 
applying a t-test for paired samples, and found that the difference between the means 
was not statistically significant at the 0.05 level (see Table 3). The average 
improvement of the control group was below the traditional level of significance t 





of pairs Mean SD SE of Mean t-value _df
Con Post 14.61 4.51 .75
36 .98 35
Con Prêt 13.22 3.00 .50
p > 0.05
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T-test results of the pretest and posttest scores for the experimental group.
In order to determine whether the experimental group subjects benefited from 
the treatment or not we applied a t-test for paired samples. One of the thirty-six 
subjects was excluded from the study because he did not attend the class at the time 
the posttest was given. The difference between the means of the two tests were found 
to be statistically significant at the 0.05 level, that is to say the treatment of Turkish 
folk stories contributed to the development of reading comprehension skills of the 
experimental group (see Table 4). In other words, there was a positive relationship 





of pairs Mean SD SE of Mean t-value df
Exp Post 12.85 3.49 .59
35 2.88 34
Exp Prêt 11.74 3.48 .58
p < 0.05
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Data Analysis of the Questionnaire
A questionnaire was given to the subjects in the experimental group after the 
administration of the comprehension post-test and conducted in English since the 
statements were easy to understand. There were 8 Likert-scale type statements with a 
scale of 5 to 1. All of these questions concerned the subjects’ frequency rating of 
each item in which 5 stood for “strongly agree” and 1 stood for “strongly disagree”. 
The results showed that 59% of the subjects felt that the study had positive effects on 
their learning while 22% disagreed and the rest felt somewhat neutral (19%) (See 
table 5 next page).
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Table 5
The Frequencies and Percentages of Students’ Responses to the Questionnaire Items ( n=35)
Statement Percentage by Response 
5 4 3 2 1
N %' N % N % N % N %
15 43 10 29 4 11 2 6 4 11
17 12 34 9 26 2 6
14 11 31 6 17 5 14
21 60 8 23 4 11 1
1- The Nasreddin Hoca stories were 
interesting to me
.2-1 would like to read stories from 
my own culture after I read Nasreddin 
Hoca stories.
3- During the sessions we were studying 
Nasreddin Hoca stories, I wanted to join 
the activities more than before.
4- Although I did not know some words, I was 
able to understand the message the Nasreddin 
Hoca stories gave.
5- Finding familiar subjects in the stories we read
during the sessions motivated me to read more. 6 17 10 29 9 26
6- It was easy for me to guess the meaning of
the new words from the context of the Nasreddin 8 23 20 57 5 14
Hoca stories.
7- The use of puns, wit, and humor in
the Nasreddin Hoca stories makes me laugh. 10 29 10 29
8- Some of my friends who generally do not 
speak in English classes started speaking more 







17 3 9 6 17
17 6 17 10 29 4 11 9 26
TOTAL 77 27.5 87 31 53 19 23 8 40 14
Note: 5=strongly agree; 4= agree; 3=uncertain; 2= disagree; l=strongly disagree
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The Results of the Statistical Analysis 
As a result of the comparison of the pre-test and post-test scores of both 
groups, it was noticed that the difference between the means was not statistically 
significant. Although the control group seemed to have performed better than the 
experimental group on both the pre-test and the post-test, the comparison between the 
pre-test and post-test means of each group showed that the experimental group 
benefited from the treatment relative to the control group. This can be interpreted that 
the treatment of Turkish Folk stories contributed positively to the reading 
comprehension skills of the experimental group.
This chapter gave an account of the analysis of the test scores obtained before 
and after the treatment. The results revealed that the experimental group 
outperformed the control group in the post-test. The questionnaire results seem to 
support the finding that the native-culture-based folk story treatment contribute to 
reading comprehension skills. In the following chapter, the findings will be discussed 
and conclusions will be drawn.
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CHAPTER 5 CONCLUSION 
Summary of the Study
The main concern of this study was to investigate whether native culture- 
materials, in particular Nasreddin Hoca folk tales would have any significant effect 
on reading comprehension skills of high school students learning English as a foreign 
language, and whether they would motivate them to read more native culture based 
texts. In an experimental study designed to see those effects, the students were tested 
before and after the treatment. The study was carried out at Kırıkkale Teacher 
Training High School, Turkey, where the medium of instruction is Turkish. The 
experimental group was taught the Nasreddin Hoca folk tales while the control group 
studied reading texts that are very similar to those that appear in their textbooks.
The findings indicated that the experimental group performed better than the 
control; that is, the native culture-based folk story treatment was effective in terms of 
reading comprehension skills of the students. The questionnaire results also 
suggested findings confirming the t-test results. More than half of the subjects (59%) 
agreed that the treatment aroused their interest and increased their motivation 
towards reading.
Discussion of the Findings
The First Research Question
The first research question required the investigation of any significant 
difference between the performance of the experimental and control groups. The 
results of the study corresponded well with the theoretical assumptions. The 
experimental group performed better on the posttest relative to their performance on 
the pretest and the difference was found to be statistically significant at the traditional
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0.05 probability level (tob s=2.88); that is, the folk tale treatment had positive 
contributions to the reading comprehension skills of the subjects in the experimental 
group.
The Second Research Question
The second question was that whether Nasreddin Hoca folk tales would raise 
the students’ interest towards reading more native culture-based texts. The 
questionnaire allowed the researcher to evaluate the treatment from the student 
perspective. As a result of the analysis of the questionnaire, it was confirmed that 
there was a consistency between the results of the study and the students’ opinions 
about the treatment. More than half of the subjects in the experimental group (59%) 
agreed that the treatment developed positive feelings towards the use of native- 
culture based materials (See Table 5). 49% of the subjects either agreed or strongly 
agreed that the treatment motivated them to read more while only 28% of them either 
disagreed or strongly disagreed with the idea. The interesting ideas that the subjects 
came up with during the treatment seem to support statistical analysis as well. For 
example, some subjects tried to explain the moral given in the tales by means of 
idioms and proverbs, which motivated the rest to make more statements of their 
own, in addition to creating a lively atmosphere.
The Control Group
The control group showed a better performance than the experimental group 
on the pretest. For this reason, the researcher expected them to score higher on the 
posttest. Contrary to these expectations, the control group did not show any sign of 
improvement. This might be related to the confounding variable of exam stress, since 
on the day the post-test was given the control group had to take another exam, and
55
since they knew that their scores for the posttest would not affect their grades in any 
way, they might have paid less attention to the post-test.
Limitations of the Study
This study is original in that, to date, the effects of English renderings of 
Nasreddin Hoca folk tales on reading comprehension skills of intermediate level 
students have not been fully investigated and statistically analyzed. It is the essence 
of the study. However, this study had its limitations with respect to subjects, 
instruments and design.
Subjects
One of the parameters to consider while conducting an experimental study is 
the number of the subjects. In this respect, the number of the subjects in the 
experimental group (N=35 ) was not large enough to make generalizations.
The second limitation concerning subjects lies in the selection of the groups. 
The groups were considered homogenous in terms of age and social background. 
Also, the t-test results indicated that the two groups were equal. However, if the 
researcher had the chance to select the subjects randomly instead of choosing two 
intact classes, the results might have been different and more reliable. The fact that 
the study was restricted to intermediate level high school students is another 
limitation of this study.
Design
The length of the treatment, a two-week-period, is not enough to talk about 
either positive or negative influence of native culture based materials. Reading 
comprehension skills take much time to develop. Any improvement in performance 
might be easily related to other factors.
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Texts
The number of the texts (16 ) used in the treatment was not large enough to 
make assumptions on the positive effects of native materials. Reading skills require 
much time to develop and during this course of time learners should be exposed to 
as many texts as possible.
Implications for Future Research
When evaluated as a whole, the study had positive effects on FL learning. 
Based on this, researchers may want to replicate this study with different groups of 
students with different levels of proficiency. The English language instruction in state 
schools has been the most neglected part of instruetion for the last twenty years 
(Demircan, 1990). The same study may be replicated or developed and carried out 
either in state schools or universities. As the number of the subjects increases 
researchers will have the chanee to generalize the findings to a population.
Pedagogical Implications
The purpose of this study was to investigate how reading native culture-based 
folk tales contribute to Turkish students’ L2 text comprehension. According to the 
literature, there is a relationship between reading native culture-based materials and 
L2 reading comprehension. It has been demonstrated that students’ reading 
comprehension is higher when they are exposed to materials about their own culture.
It has a cumulative effect by way of strengthening their background knowledge 
(Johnson, 1981; Carrell & Eisterhold, 1983; Carrell, 1984; Aron, 1986; Nelson & 
Schmid, 1989). The results of this study are in agreement with the previous research. 
Based on the results of the current research, this study may be expanded. In 
classroom practices, a variety of texts with native culture motifs might be included
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not only to raise students’ awareness of their own culture and make more use of what 
they already know but also to gain awareness of the text structures and the rhetorical 
organization of the text.
Nasreddin Hoca tales are cultural values depicting life as it is with its funny 
sides while making people think. In effect, the wit and humor they represent have not 
only been utilized by the Turkish people, but shared by many countries from the East 
to the West for more than five centuries (Nasrattinoglu, 1996). The people of all the 
Near East have been laughing at Nasreddin Hoca and they still laugh. Therefore, 
Nasreddin Hoca tales could be made use of not only in non-native countries, but also 
in countries where English is learned as the first or second language.
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Appendix A






Please read the following passage and answer the questions by choosing 
the best option.
Reading Passage 1
Pirates were people who attacked and robbed ships on all oceans of the world. 
They were sea robbers or bandits and have been called by many other names such as: 
buccaneers, corsairs, filibusters, freebooters, landrones, picaroons, and rovers.
Pirates existed for about 200 years, from the 16*’’ to the 18* century. They 
used to attack and capture ships for the valuable cargo, leave their ships to break into 
homes in coastal towns, carry away valuables, take people to their ships by using 
force, and organize powerful groups to get large amounts of ransom, which was paid 
to free a captured person.
Probably most people have romantic ideas about pirates. The movies and 
some famous books such as Treasure Island by Robert Louis Stevenson and Captain 
Blood by Rafael Sabatini have helped to create a romantic picture of pirates. The 
pirate in films and books is a cavalier, good-looking gentleman, with a beard or 
mustache, gold earrings and a large hat. He usually has a sword or a sharp dagger in 
his belt and a pistol or gun in his hand.
In reality, pirates were not romantic at all. Often they were desperate, violent 
and dangerous, people who drank a lot and dressed very badly in rags and wasted 
food and money. They were people who did not like the situation of their home 
society and, therefore, rebelled and fought against the government. The police looked 
for them everywhere because they were outlaws, i.e., people who committed crimes 
and hid from the authorities. Most pirates did not live long.
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21 There was often a kind of democracy among pirate groups. They elected, or
chose their own captains and prepared rules and regulations to use when they were 
doing business.
24 During the 1600’s and 1700’s there was a lot of piracy along the American
coasts and in the West Indies. The great treasure ships of Spain which carried gold 
and silver from Spanish colonies to Europe were frequently attacked and the 
27 valuables were stolen by pirates.
But there were also times when the American government asked for the help 
of pirates. Many of the American pirates became privateers during the American War 
30 of Independence. The pirate, Jean Lafette, for example, became a privateer and
helped American military forces to defend New Orleans in the War of 1812.
1- The passage is mainly about
a) how pirates helped the American Government.
b) the good and bad sides of pirates.
c) a kind of democracy among pirate groups.
d) why pirates attacked and captured ships.










4- In line 8, a “captured person” refers to someone ....
a) who is paid
b) who attacks ships.
c) who organizes powerful groups.
d) who is taken by using force.
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5- Which is not the characteristic of a pirate in films and books?
a) a man with a large hat and pistol.
b) a romantic handsome man with some jewels
c) a man with broad shoulders and strong arms
d) a violent man with black beard.
6 - Which paragraph(s) give(s) the physical description of real pirates?
a) paragraphs 1 and 2
b) paragraph 3
c) paragraph 4
d) paragraphs 4 and 5
7- What was the cargo of Spanish ships?
a) valuables such as gold and silver
b) alcohol and people
c) military forces to America
d) food and money for pirates
8- Which of the following is true according to the passage?
a) The pirate, Jean Lafette attacked the American military forces in 1812.
b) Pirates, most of the time helped the people.
c) Pirates attacked and killed people for their money and jewels.
d) Robert Louis Stevenson was a pirate who wrote “Treasure Island”.
9- What do you understand by the word “privateer”?
a) a man who dresses badly
b) a pirate who helps the government
c) a captain of all the pirates
d) a person who commits a crime
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Reading Passage 2
A lion was just going to kill and eat a rabbit which he had found asleep. At 
that time, he saw a deer go by, and left the rabbit. While he was chasing the deer, the 
rabbit was awakened by the noise he made and run away. After a long chase the lion 
understood that he could not catch the deer, and went back to get the rabbit he found, 
but it was too late. The rabbit had already taken to flight. “It serves me right”, he 
said, “for letting go the food I had in my hands, in the hope of getting something 
better.”
10- What is the moral of this story?
a) We must keep food for bad days.
b) We must always hope getting better things.
c) We must not satisfied with what we have.
d) A bird in the hand is better than none.
11- Why do you think the lion left the rabbit as soon as he saw the deer?
a) He thought that the rabbit was smaller than the deer.
b) He realized that the rabbit was sleeping and did not want to bother it.
c) He saw that the deer was bigger than the rabbit.
d) He thought that it would be nice to eat the deer besides the rabbit.
12- Which of the following is same as “take to flight”?
a) to catch
b) to run after
c) to run away
d) to serve right





14- Which of the following is true according to the story?
a) The lion found the rabbit very small to eat.
b) It was a greedy lion.
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c) He wanted to eat both the rabbit and the deer.
d) All of the above.
Reading passage 3
Nasrettin Hoca went to the public bath. In view of his worn out attire, the 
attendants gave him an old waist cloth. After the Hoca had washed himself and 
finished the bath, he put ten akches on the mirror that the owner of the bath held for 
him. This surprised the attendants, and they saw him off with a great show of respect.
The Hoca went to the same public bath the next week. The attendants greeted 
him with great respect and gave him bath towels embroidered with gold thread. As he 
was finishing his bath, they supported him by the shoulders and poured cold water 
over his feet. After the Hoca got dressed and was leaving, he put one akche on the 
mirror. When the attendants expressed astonishment, the Hoca said: “I paid last week 
for this week’s bath, and this is payment for last week’s”.
15- By giving the attendants ten akches, the Hoca.....
a) wanted to show that he was pleased with the service in the public bath.
b) paid for the last bath that he did not pay for the previous one.
c) wanted to criticize people working in the public bath.
d) wanted the attendants to respect him.
16- The moral of the story is that....
a) the more you put on nice clothes, the more you’re respected.
b) for a nice bath you should pay in advance.
c) pay much money and be respected.
d) people shouldn’t be respected for their clothes.
17- Which word in the story has the same meaning as in “clothes”?
a) attendant
b )  thread
c) attire
d) towel






19- From the way the attendants behave, it seems that...
a) one who pays more money is respected everywhere.
b) one should not expect to have a nice bath without paying the attendants.
c) one who has worn out old attire is respected much.
d) one who has not money is greeted with great respect in public baths.
20- The Hoca was seen off with a great show of respect from the public bath because
a) he had paid ten akches for the bath.
b) he had washed himself.
c) he was wearing nice clothes.
d) he was a friend of the owner of the bath.
21- The Hoca says “ I paid last week for this week’s bath” to mean that...............
a) they did not behave him well last week.
b) he was welcomed to the bath last week.
c) he did not want to pay for this week’s bath.
d) he had no money to pay for this week.
22- The attendants supported the Hoca by the shoulders and poured cold water over 
his feet
a) because they wanted to make him feel better.
b) in order to make him feel cool
c) because they were astonished by the money the Hoca gave them.
d) in order to show respect.
Reading passage 3:
Miss Maddy and her elderly brother lived together, and one day, the sister. 
Miss Maddy, wanted to go to town to do some shopping. So her brother gave her a 
five-pound note, and she set out. She traveled third-class, and the only other 
passenger was shabby old woman who sat opposite her and nodded. Miss Maddy was
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sleepy too, after her early, hurried start, so she dozed a little too. Then she woke up,
6 and thought it wasn’t very safe to go to sleep in a railway carriage, alone with a 
stranger. She opened her bag to make some notes of what she had to buy, and the 
five-pound note wasn’t there. She looked at her neighbor, who was sleeping forward 
9 and, very cautiously, she opened the bag. There Ayas a new five-pound note on top of 
everything.
“Old scoundrel!” thought Miss Maddy. Then she thought, “She’s poor and 
12 old, and I oughtn’t to have put temptation in her way.” She wondered what else she 
ought to do. It would cause a great deal of delay and bother to call the police, and it 
seemed to get an old woman into trouble, but she must have her money. So, in the 
15 end, she quietly took the five pounds out of the bag, and shut it up again.
At the next stop, the old woman got out, and Miss Maddy got to town and did 
her shopping, and came home loaded with parcels. Her brother met her at the station. 
18 “How did you manage?” he said, “I expected to find you up a gum tree. You left your 
five-pound note on the dressing table.”
23- What do you think is wrong about Miss Maddy in terms of her behavior?
a) thinking that the old woman took her money
b) pitying the old woman
c) opening the bag and taking the money in it
d) traveling third-class in a railway carriage
24- What does Miss Maddy’s bother mean by the following words “I expected to find 
you up a gum tree” ?
a) I thought you knew that you forgot the money.
b) I thought you did not know how to climb up a tree.
c) I thought you were in such a trouble that you climbed up a tree.
d) I thought you were in difficulty and could not help getting out of it.
25- What is the lesson we take from this story?
a) We should always take care of our money.
b) We should not blame others without any concrete evidence.
c) We should always suspect of other people.
d) We should not travel with people we don not know.
Appendix B




a b c d N I.D.L.
1 18 16* 1 1 36 .44
2 35* 1 - - 36 .97
3 32* - 1 3 36 .88
4 5 3 - 28* 36 .77
5 1 14 6 15* 36 .41
6 - 18 18* - 36 .5
7 33* - 3 - 36 .91
8 4 3 28* 1 36 .77
9 2 30* 1 3 36 .83
10 - 1 5 30* 36 .83
11 5 4 12 15* 36 .41
12 - - 32* 4 36 .88
13 - 1 2 33* 36 .91
14 1 21 5 9* 36 .25
15 4 - 18* 14 36 .5
16 6 1 - 29* 36 .80
17 4 1 21* 10 36 .58
18 - 14* 22 - 36 .38
19 6 24* 1 5 36 .66
20 15* 12 - 9 36 .41
21 26* 1 2 7 36 .72
22 2 9 24* 1 36 .66
23 24 5 3* 4 36 .08
24 30 2 1 3* 36 .08
25 1 34* - 1 36 .94
* indicates the correct option for each item. 
I.D.L.: Item Difficulty Level
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All the scores on the pilot pretest are out of 25. N= 36
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Pilot Test Response Profile of the Higher Scorers (33%) and Lower Scorers (33%) 
Higher Scorers Group (n=12) Lower Scorers Group (n=12)
Item
No
a b C d Item
No
a b C d Discr.
Index
1 4 7* 1 - 1 10 2* - - .41
2 12* - - - 2 12* - - - 0
3 11* - - 1 3 9* - 1 2 .16
4 1 - - 11* 4 3 3 - 6* .41
5 - 2 - 10* 5 - 6 4 2* .66
6 - 2 10* - 6 - 9 3* - .58
7 12* - - - 7 10* - 2 - .16
8 2 - 10* - 8 - 3 8* 1 .16
9 - 12* - - 9 2 8* 1 1 .33
10 - - - 12* 10 - 1 4 y* .41
11 2 - 7 3* 11 - 4 4 4 * -.08
12 - - 11* 1 12 - - 11* 1 0
13 - - - 12* 13 - - 1 11* .08
14 1 7 - 4* 14 - 10 1 1* .25
15 - - 11* 1 15 2 - 1* 9 .83
16 3 - - 9 * 16 1 1 - 10* -.08
17 - - 11* 1 17 4 1 3 * 4 .66
18 - 9 * 3 - 18 - 12 - .75
19 1 11* - - 19 4 5 * - 3 .5
20 7 * 2 - 3 20 1* 7 1 3 .5
21 10* - 1 1 21 8 * 1 - 3 .16
22 - 1 10* 1 22 2 5 5 * - .41
23 10 1 1* - 23 5 3 4 .08
24 9 1 1 1* 24 10 1 - 1* 0
25 - 12* - - 25 1 10* - 1 .16
* indicates the correct option for each item.
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Appendix C






Please read the following passage and answer the questions by choosing 
the best option.
Reading Passage 1
Pirates were people who attacked and robbed ships on all oceans of the world. 
They were sea robbers or bandits and have been called by many other names such as: 
buccaneers, corsairs, filibusters, freebooters, landrones, picaroons, and rovers.
Pirates existed for about 200 years, from the 16* to the 18* century. They 
used to attack and capture ships for the valuable cargo, leave their ships to break into 
homes in coastal towns, carry away valuables, take people to their ships by using 
force, and organize powerful groups to get large amounts of ransom, which was paid 
to free a captured person.
Probably most people have romantic ideas about pirates. The movies and 
some famous books such as Treasure Island by Robert Louis Stevenson and Captain 
Blood by Rafael Sabatini have helped to create a romantic picture of pirates. The 
pirate in films and books is a cavalier, good-looking gentleman, with a beard or 
mustache, gold earrings and a large hat. He usually has a sword or a sharp dagger in 
his belt and a pistol or gun in his hand.
In reality, pirates were not romantic at all. Often they were desperate, violent 
and dangerous, people who drank a lot and dressed very badly in rags and wasted 
food and money. They were people who did not like the situation of their home 
society and, therefore, rebelled and fought against the government. The police looked 
for them everywhere because they were outlaws, i.e., people who committed crimes 
and hid from the authorities. Most pirates did not live long.
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21 There was often a kind of democracy among pirate groups. They elected, or
chose their own captains and prepared rules and regulations to use when they were 
doing business.
24 During the 1600’s and 1700’s there was a lot of piracy along the American
coasts and in the West Indies. The great treasure ?hips of Spain which carried gold 
and silver from Spanish colonies to Europe were frequently attacked and the 
27 valuables were stolen by pirates.
But there were also times when the American government asked for the help 
of pirates. Many of the American pirates became privateers during the American War 
30 of Independence. The pirate, Jean Lafette, for example, became a privateer and
helped American military forces to defend New Orleans in the War of 1812.










3- According to the passage, we CANNOT say that........
a) pirates killed people for money.
b) pirates were rebellions.
c) pirates were dangerous.
d) pirates had good relations with the people.
4- In lines 16 and 17, the statement “they were outlaws” means that the pirates ....
a) were not dangerous.
b) were very badly dressed men.
c) did not follow the official rules.
d) did not like their hom.e society.
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5- According to the passage, the particular cargo of Spanish ships was
a) valuable metals.
b) gold and silver earrings.
c) captured people.
d) large amounts of money.
6- What do you understand by the word “privateer”?
a) a man who fights against the government
b) a fighter who helps the government
c) a captain of all the pirates
d) a person who commits a crime
7- It can be understood from the passage that ........
a) pirates never murdered people.
b) there were times when pirates were not dangerous at all.
c) pirates were never against the government.
d) pirates must use their power to free captured people.
8- The passage is mainly about ..............
a) the valuable things stolen by pirates.
b) a kind of democracy among pirate groups.
c) the lifestyle of pirates.
d) how pirates attacked and captured ships.
Reading passage 2
Nasrettin Hoca went to the public bath. In view of his worn out attire, the 
attendants gave him an old waist cloth. After the Hoca had washed himself and 
finished the bath, he put ten akches on the mirror that the owner of the bath held for 
him. This surprised the attendants, and they saw him off with a great show of respect.
The Hoca went to the same public bath the next week. The attendants greeted 
him with great respect and gave him bath towels embroidered with gold thread. As he 
was finishing his bath, they supported him by the shoulders and poured cold water 
over his feet. After the Hoca got dressed and was leaving, he put one akche on the
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9 mirror. When the attendants expressed astonishment, the Hoca said; “I paid last week 
for this week’s bath, and this is payment for last week’s”.
9- Which of the following expressions gives the meaning of “attire” ?
a) a thing that we put on
b) a thing that we use to dry our hands '
c) a thing that we put money in
d) a thing that we put on after bath
10- The attendants gave the Hoca an old waist cloth because ................
a) they did not know that the Hoca was a respected man.
b) they noticed that the Hoca was not wearing new clothes.
c) the Hoca did not have enough money to pay for a new waist cloth.
d) they thought that the Hoca did not want to pay for the bath.
11 - The attendants gave the Hoca towels decorated with gold thread............
a) while he was leaving the public bath after his first visit.
b) when he first went to the public bath.
c) when he went to the public bath the second time.
d) after he paid only one akche for the bath.
12- By giving the attendants ten akches, the Hoca.....
a) wanted to show that he was pleased with the service in the public bath.
b) paid for the last bath that he did not pay for the previous one.
c) wanted to make people feel happy.
d) wanted to make them think of their attitude towards him.
13- The Hoca was seen off with a great show of respect from the public bath because
a) he had paid ten akches for the bath.
b) he had washed himself
c) he was wearing nice clothes.
d) he was a friend of the owner of the bath.
14- The Hoca said, “this is payment for last week’s bath” to mean that ...............
a) the attendants welcomed the Hoca to the bath last week.
b) he did not want to pay for this week’s bath.





d) the attendants did not treat him well last week.
15- The moral of the story is that....
a) you should wear nice clothes while going to a public bath.
b) the more you pay, the nicer is your bath.
c) a man is nothing without money.
d) people shouldn’t be respected only for their clothes.
Reading passage 3:
Miss Maddy and her elderly brother lived together, and one day, the sister. 
Miss Maddy, wanted to go to town to do some shopping. So her brother gave her a 
five-pound note, and she set out. She traveled third-class, and the only other 
passenger was shabby old woman who sat opposite her and nodded. Miss Maddy was 
sleepy too, after her early, hurried start, so she dozed a little too. Then she woke up, 
and thought it wasn’t very safe to go to sleep in a railway carriage, alone with a 
stranger. She opened her bag to make some notes of what she had to buy, and the 
five-pound note wasn’t there. She looked at her neighbor, who was sleeping forward 
and, very cautiously, she opened the bag. There was a new five-pound note on top of 
everything.
“Old scoundrel!” thought Miss Maddy. Then she thought, “She’s poor and 
old, and I oughtn’t to have put temptation in her way.” She wondered what else she 
ought to do. It would cause a great deal of delay and bother to call the police, and it 
seemed to get an old woman into trouble, but she must have her money. So, in the 
end, she quietly took the five pounds out of the bag, and shut it up again.
At the next stop, the old woman got out, and Miss Maddy got to town and did 
her shopping, and came home loaded with parcels. Her brother met her at the station. 
“How did you manage?” he said, “I expected to find you up a gum tree. You left your 
five-pound note on the dressing table.”
16- In line 6, the word “ notes” means ................
a) piece of paper money
b) short written record of something
c) some metal money
d) paper for writing a word or passage in.
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17- According to the passage, it was Miss Maddy .................
a) who took the five pounds out of her own bag.
b) who took the five pounds out of the old woman’s bag.
c) took her own five pounds out of the old woman’s bag.
d) who took the old woman’s five pounds out of the old woman’s bag.
18- By the statement “Old scoundrel!” in line 10, Miss Maddy ..............
a) means that she doesn’t have positive feelings towards the old woman.
b) wants to show that she had known the old lady before.
c) means that an old lady does not steal money from people.
d) shows that she remembered the old lady.
19- Miss Maddy did not call the police because she ................
a) did not think that the old woman took her money.
b) she decided to ask her for the money.
c) understood that the old lady did not took her money.
d) she did not want to be late for home.
20- Miss Maddy eame back home ...............
a) in a taxi
b) on a train
c) in a carriage
d) on a bus
21- What is the lesson we can take from this story?
a) We should always keep our money in a bag while traveling.
b) We should not blame others without any evidence.
c) We should always suspect of people we don’t know.
d) We should not call the police when we suspect a person.
22- We can understand from the passage that Miss Maddy’s brother ................
a) is married.
b) lives in a house in the town.
c) is single.
d) lives in a small house in the town.
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1 1 2 1 2 0 1 7 1 4 -3
2 1 0 9 -1 1 2 1 2 0
3 4 8 4 1 7 1 8 1
4 13 1 0 -3 15 1 2 -3
5 1 0 9 -1 1 2 1 0 - 2
6 6 7 1 1 2 3 9
7 1 0 11 1 1 6 1 9 3
8 8 9 1 1 4 1 4 0
9 7 9 2 15 1 8 3
1 0 1 2 11 -1 9 11 2
11 6 1 0 4 13 11 - 2
1 2 8 9 2 11 1 4 3
13 1 2 1 0 - 2 13 2 0 7
1 4 9 13 4 15 13 - 2
15 1 6 1 8 2 15 15 0
1 6 1 0 1 4 4 11 9 - 2
1 7 1 8 2 0 2 11 6 -5
1 8 1 2 1 7 5 1 0 8 - 2
1 9 1 5 1 8 3 1 4 8 - 6
2 0 13 11 - 2 1 7 2 1 4
2 1 1 8 1 8 0 1 6 1 4 - 4
2 2 11 1 2 1 13 1 7 4
2 3 1 2 13 1 15 1 4 -1
2 4 1 0 13 3 8 1 6 8
2 5 11 1 6 5 1 0 1 6 6
2 6 11 1 0 -1 8 1 2 4
2 7 15 1 6 1 11 1 7 6
2 8 1 7 1 4 -3 1 7 1 9 2
2 9 1 6 1 4 - 2 13 1 9 6
3 0 18 1 9 1 8 15 7
3 1 1 4 1 7 3 15 2 0 5
3 2 1 2 1 2 0 1 2 1 2 0
3 3 1 2 11 -1 13 2 0 7
3 4 1 2 15 3 13 18 5
3 5 11 15 4 13 2 0 7
3 6 2 2 2 1 -1
All the scores on the pretest and posttest are out of 22.
Key to the Reading Comprehension Pretest and Posttest
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1. a 6.b 11.c 16. b 21.b
2. c 7.b 12. d
}
17. d 22. c
3.d 8 . C 13. a 18. a
4. c 9. a 14. d 19. a
5. a 10. b 15. d 20. b
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Appendix E
Sample of the Questionnaire
Dear students,
I am an MA TEFL graduate student at Bilkent University. I am doing a 
research project on the effects of Turkish culture-based materials on the teaching of 
English as a foreign language in Turkey. The intent of my study is to determine the 
effectiveness of folk stories in the teaching of English with respect to reading 
comprehension skills. Your responses will help me great deal with my research and 
all your responses will be kept confidential. You do not have to give your name. 1 
will appreciate if you would take a few moments to complete the questions below.






GENDER a) Male b) Female
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DIRECTIONS : Ten statements about reading and folk stories are given below. 
Read each statement carefully. Then circle the number that most closely corresponds 
to your opinion about the statement.





1- The Nasreddin Hoca stories were interesting to me.
2 -  1 would like to read stories from my own culture
after I read Nasreddin Hoca stories.
3- During the sessions we were studying 
Nasreddin Hoca stories, I wanted to join 
the activities more than before.
4- Although I did not know some words,
I was able to understand the message 
the Nasreddin Hoca stories gave.
5- Finding familiar subjects in the stories we read during 
the sessions motivated me to read more.
6- It was easy for me to guess the meaning of the new words 
from the context of the Nasreddin Hoca stories..
7- The use of puns, wit, and humor in
the Nasreddin Hoca stories makes me laugh.
1 2  3 4
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
1 2 3 4 5
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8- Some of my friends who generally do not speak 
in English classes started speaking more than before 
while we were studying Nasreddin Hoca stories. 1 2  3 4  5
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Sample of the Text Used in the Treatment
The Hoca was on his way to the market place and found himself surrounded 
by children. Each of them said: “Buy me a whistle.” And the Hoca replied “All right, 
all right.” Then, one of the children gave the Hoca some money and said, “Hoca, buy 
me a whistle with this.” The Hoca said: “All right.” To him, as well. That evening, 
when the Hoca came back from the market, he handed a whistle, to the child had who 
had given him the money. When the others asked “What about ours?” The Hoca 
replied: “ He who pays the money blows the whistle.”
Appendix F
Karaka§, S., & Bear, J. (1996). Nasreddin Hoca Folk Narratives From Turkey, p. 6. 






* Teacher asks questions about the title of the story or shows pictures in order 
to enable students to guess what the story/passage is about.
While-reading:
* Teacher asks or writes a few (yes/no) questions on the board.
* Students skim the passage and answer the questions.
* Teacher asks questions to practice certain reading comprehension skills 
such as:
- finding the main idea 
-finding the moral of the story
-making inferences based on the facts present in the text 
-making interpretations of words or statements present in the text
- guessing the meaning from the context
* While teaching the text teacher highlights certain points that might avtivate 
their background knowledge, such as moral values, cultural values, customs, social 
norms, etc.
After-Reading:
Teacher asks True-False and factual info questions.
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Sample of the Text Used in the Control Group
Appendix H
The Loneliness of the Long-Distance Runner
On 1 went, out of the wood, passing the man leading without knowing I was 
going to the so. Flip-flap, flip-flap, jog-trot, jog-trot, crunchslap-crunchslap, across 
the middle of the broad field again, rythmically running in my greyhound effortless 
fashion, knowing I had run the race though it wasn’t half over, knowing I could win 
if 1 wanted to, could go on for ten or fifteen or twenty miles if I had to and drop dead 
at the finish of it. But I’m not going to win because winning means running straight 
into their white-gloved hands and grinning mugs, and staying there for the rest my 
natural long life.
Reading
“As soon as I got to Borstal, they made me a long-distance cross-country runner .... 
running had always been encouraged in our family, especially running away from the 
police.”
The loneliness o f the Long-Distance Runner a short novel by Alan Sillitoe, is about a 
boy at a Borstal School, which is a special center for teenage boys who have 
committed crimes. The boy is a talented runner and on Sports day the Governer of 
the Borstal wants him to win the long-distance race against another school.
Glossary
greyhound: a fast racing dog 
mug: (coll) face
